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ABSTRACT .

The present study was undertaken to investigate the
interplay of motivation, socio-emotional interactions between the
child and his educators in the impact of early educational
intervention on the later development of disadvantaged children. The
study attempted to concentrate on obtaining a broad spectrum of the
child's functioning and changes in the child's functicning over time.
The focus was equally on immediate and long range effects of early
educational intervention. By attempting to encompass a wide range of
the child's functioning and a broad temporal span it was hoped to
avoid ending up with fragmented findings. The children were drawn
from four public schools located in an urban slum area. Negroes
constitute seventy-one percent of the population in the target area.
Each of four schools in the area opened a nursery program for 15
four-year-old children. Each classroom had one head teacher and one
assistant te¢acher. The classes operated four days a week;.on the
fifth day, the teachers were engaged in a continuation of their
in-service training program, making home visits, and working closely
with parents and school personnel. Three different types of measures
were employed to assess development in the area of intellectual
functioning: standardized intelligence tests, measures of academic
achievement, and a measure of cognitive style. Measures of
socio-emotional functioning were also employed. Two major findings
are: (1) The three groups on entering school did not differ from each
other on their intellectual functioning; and (2) Initial exposure to
school resulted in a larger increase in the level of intellectual
functioning. (CK)
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Introduction

The last decade has witnessed an increased concern with
extending education downward to younger children so as to counteract the
immense waste of human potential which has resulted from leaving the

mental, social, and emotional development of young children exposed

to uncontrolled forces which all too often deform and destroy potential
talent and future manpower. The rights of children to an opportunity
for educational experiences which will enable them to develop whatever
talents they might have so as to function more adequately and productively

. in their adult life are not taken for granted in our adult-centered society.
Apparently, these rights and validity of claims fcr their potential
benefit of exposure to educational experiences early in life have
to be demonstrated time and again in order to turn' the observations and
insights of John Locke, Jean Jacques Rousseau, Pestalozzi, Montessori
and John Dewey into a viable institution in our society.

The present study was undertaken to investigate the interplay of

motivation, socio-emotional interactions between the ch:t:ld and his edu-
cators in the impact of early educational intervention on the later
development of disadvantaged children. The study attempted to concentrate
on obtaining a broad spectrum of the child's functioning and changes

'in the child's functioning over time. The focus was equally on

immediate and long range effects of early educational intervention.

By attempting to encompass a wide range of the child's functioning and

a broad temporal span it was hoped that we might avoid ending up‘with
fragmented findings which often constitute answers in search of questions

rather than answers to questions.




Sampling

The children in this study were drawn from four public schools
located in an urban slum area of North Philadeli:hia. Negroes constitute

seventy—one per cent of the population in the target area. Occupa-

tionally, the target area was characterized by unskilled and semi-

skilled labor with a small proportion of people in the clerical labor
~group. There was a hard core of Negro residents without any real work

histories and a low level of emp loyability. The employment problem was

further intensified by automation and out-migration of industry curtailing
. .the number of unskilled and semi-skilled jobs available. The median

income was $3,383. Twenty-seven per cent of the housing was classified

as "deteriorated" or "diiapidated" in comparison to thirteen percent

in the rest of the city. <

Each of four schiovls in this area opened a nursery program for fifteen

four-year-old children. Applicants were recruited through notes to parents
of all pupils attending each of the four schools which announced the opening
of such a program. The criteria used to identify "eligible" children were:
age: three years and seven months to four years and six months; children
without serious physical or mental handicaps; dependency of family on
public services; mothers working; and broken homes. From the applicants
from each of th_e four classrooms fifteen children were selected randomly
for enrollment. Ninety per cent of the children were black and all came
from lower class deprived families (See Table 1).

Fifty-six of the original children graduated to kindergarten in the

same four public schools in which they had attended nursery. Group II

consisted of fifty-three five-year-olds who entered the same kindergarten




classes as the children of Group I, however, without prior nursery ex-
perience. These children were selected from a larger group to approxi-
mate age, sex distribution“ and ethnic background of the children in Group I.
The majority of children in Group I and II graduated from kindergarten

to First Grade classrooms in the four same schools in which the original
p:ogrém started. All childrean from Group I and II were assigned to

First Grade classrooms in each of the four schools in such a way that

an equal. proportion of children from Groups I and II would have the

same teachers. This was done to reduce differential effect of the educé-

tional experiences due to differences between classrooms and teachers.

From the first grade classrooms in which fifty eight children qf Group I and
II were enrolled a third group of children was selected who had no prior
preaschool experience. Again these children were selected to be com-
parable to the age, sex distribution, and ethnic background of children in
Groups I and II. All three groups of children were again kept to-

_ gether within the same classrooms and with the same teachers during the
Second Grade. After that time however, so many‘childrer.n had transferred
to different schools in the city that it did not seem practical to con-
tinue the battle of keeping the few remaining children in the four

original schools in the same classrooms. However, all children were

followed up individually each year to the end of the Fourth Grade al-

though the total sample had spread to eighty different schools in the
city of Philadelphia. One hundred and fifty children or approximately
ninety per cent of the original one hundred sixty-eight children were
still reached by the end of the fourth grade. Evidently, a major effort
of the present. study went into tracing and reaching the children so as

to avoid attrition and distortion of results.
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The Pre-School Program

Each classroom had one head teacher, and onc assistant teacher.
The head teacher was a fully accredited teacher selected from the staff
of the Philadelphia PUblic Schools who has had previous early childhood
teaching experience.

The assistant teacher, in every case, was a Liberal Arts graduate
with no teaching experience. The selection of the assistant teacher
as a non-trained teacher was a deliberéte one. The intention was to en-
courage persons with teaching potential to enter the teaching field
where the challenge was appareht.

The classes operated four days a week. On the fifth day, the teachers
were engaged in a continuation of their in-service training program,
making home wisits, working closely with parents, Home-School Coordina-
tors, the Social Worker, and the school personnel. Wnere necessary
and desirable they were in contact with appropriate community agencies,
although the main responsibility for this work rested with the social
service team.

An in-service training program was carried out with the primary
objectives to continue the re-education of teachers to work in preschool
programs in disadvantaged communities and to begin developing some cur-
riculum guidelines based on the epxeriences and e#perimentation in the
nursery schools during the past and current years.

Specific objectives were a) to emphasize the imperative need for the
school to help offsef or compensate for the deprivation in the lives of
disadvantaged children; b) to help teachers understand 1) basic nursery

school procedure and programming; 2) the special needs of the disadvan-

taged child and the deficits in foundation learning and skills that handi-

S




cap him when he enters the middle-class academic environment of the school;

and 3) the strengths and positive elements in the child and his family

which can be utilized in the school setting; c) to help teachers develop

the ability to identify deficits in the total group and in individual

children and provide compensatory learning experiences in the preschool

pfogram; d) to experiment with, and evaluate, specific techniques and

curriculum materials for helping the disadvantagéd child develop the

underlying abilities, skills, and understanding necessary to meet suc-

cessfully the demands of the classroom; and e) to help teachers recog-

nize the need to reach out to work with the parents of the children.

The total teaching staff met with the Project Director one after-

‘noon a week for a two-hour seminar. During the year, the direction of

the curriculum guide planning changed several times as a result of on-

going evaluations of the results. The purpose was to develop guidelines

that will be helpful to similar programs.

The Project Director visited each school as often as possible to

.9 -

observe and confer with teachers concerning their program and their over-

All assistant teachers were required to enroll in a course in

child development or nursery school curriculum as part of their in-

sexrvice education.

The teaching staff sought to establish and maintain a close re-

lationship with parents through home visiting; parent conferences, small

group get-togethers, and inviting parents to observe and participate in
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the group.

Much of the work with the parents was informal. Exzpectations

'of cooperation from parents varied deperding on their interests,con—

fidence, and understanding of the school's goals.

Teachers often sent short notes home teliing about something of
]

interest to the parent: the child's adjustment, the program, or some

bit of information that was "good news' and served to keep the heme and

school in a positive relationship. A small -booklet containing in-

formation of help in planning Ior their children over the summer was

given to the parents at the end of the year. It also listed the various services

‘that were available to the families -- welfare and recreational.

The interest of the parents in the program was evidenced by parents

appointments for conferences, health examinations for their children,

or with
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worker. Several parents participated in the pro-

their children and the nursery school with the teachers.

took responsibility for following suggestions malle by teachers

and/or the social service staff for helping children at home or func-

tioning more effectively as a family. Many parents referred neighbors

to the nursery to cnroll their children.

A social worker and four home-school coordinators were employed

to offer social services to the parents and children.

The duties of the Social Worker included offering casework services

to families with special problems; helping them use community resources;

interpreting the goals of the educaticnal and social service aspects of

the Nursery School Program to the cowmunity.

The Home-School Coordinators, were people who lived in the neighbor-

hood of the school. The sclection of neighborhood people was based on

the assumptions that: 1) the parents would respond better to somcone
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from their own neighborhood ard 2) they would knew and understand the

people and the problgms better than an outsider. Oxe Home-School Coord-
inator was « graduate student in guidance and counseling: This was
an exploration of the cffectiveness of using students in such areas.

The VPome-School Coordinators' major funccicn was to help establish
a close relationship between the nursery school and the families through
home visiting and helping families with housckeeping and management
problems.,

A health program was instituted to secure physical examinations,
immunizationz and treatment. During the school year it was noted that
several children had eye problems and cach was handled on an individual
basis. During the school year the Social Worker had direet contact

with several social agencies regarding service to parents.

The program was a.Traditional one which was concerned more with the
child's curiosity for discovery, and with the child's creativity stressing
the warm, nurcurant, personalized handling of the child by his teachers.
An emphasis was placed on developing a program geared to each child's
readiness rather than premature introduction of concept and practices

in skills vhich might have a negative influence on the child's interest,

cooperation and attitudes. The progfam attempted to establish a proper
balance of self-initiated and structured activities. The structured
part of the‘program was designed to extend the child's knowledge of

the world and help him develop the kinds of perceptual discrimiﬁations
and foundation skills that would facilitate his readiness to benefit
from educational programs when he enters formal schooling. The content
of the program concentrated on training in language facility, auditory

and visual discrimination, listening and paying attention, conceptualiza-

. .
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8
tion, information about the envirommsent, motor coordination and control,
and scelf-estcom,

In all, the program was child-centered in the sense that an adult
provided the child with opp&rtunities to choose from a variety of learning
resources, and lzarning was shaped around a child's ncedé and praferences.
The adult accepted and appreciated divergent rcactions of the child
and permitted the child to arrange his own individualistic sequances
rather than urging the c¢hild to follow prescribed ways.

In addition to the intensive planning and inscrvice training, the
program was characterized by a ércat deal of dedication and enthusiasm
.on the part of the teaching staff as well as the four principles oi the
schools in which the program was carried out.

‘The kindergarten program was a conventional educational program.
Although the educational philosophy of the supervising staff was exactly
teacher to thirty children and the sharply reduced supervision and opportuunity
for daily planning made it extremely difficult to implement a child-centered

program.

II. General Methodology
Mcasurement

A major objective of this study was to employ multiple criteria
in the assessment of the impact of early educational intervention on
the intellectual and socio-emotional development. Three different
types of mecasures were cmployed to assess developwment in the arca of
intellectual functioning: Standardized intelligence tests, measures of

academic achievement and a measure of cognitive style.
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Standardized Tests of Tntellactual Tuncticning. The Stanford-binet

Intelligence Test (Teriman, L.M. and Merrill, M.A., 1960) and the
Goodenough Draw-a-lan test (Goodenough, F.L., 1926) were administered

annually to each child from nursery to the end of th= fourth grade. The

Peabody Picture Vocabulary Test (Dumn, L.M., 1959 was administered
jndividually to each child from kindergarten +o the end of fourth grade.

- The three tests “'cre selected to obtain a broad base of intellectual

functioning for the cvaluative study of the impact of carly educational
intervention on intellectual development. The Stanford-Binct Intelligence
Test is made up of a comprchensive battery of items which cmphasize

equally a variety of dimensions of intellectual functioning, e.g., verbal

and non-verbal, comprchension and expressior, inductive and deductive
reasoning. This test is designed in such a way that it is extremely difficult
to extract specific dimensions of intellectuil functioning without violating
the assumptions underlying their measurement. Thus, the strength of this test
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saich s w accord with dte thenretical objec-
tive of obtaining a meacure of "general" intelligence. The weakness of
this test results from the fact that it is not as suitable as more

specialized tests for the diagnosis of special handicaps and for the

evaluation of the effectiveness of techniques instituted to overcome

such handiceps. The Goodenough Draw-a-tan Test .is primarily a performance
measure of intelligence. A major advantage of this test is that it

does not require verbal skill cn the part of the testec and, as a measure
of intelligence,it is probably less affected by the cultural differences
and educational background of the child than verbal tests of intelligence.

Morcover, the Goodenough Draw-a-Man Test also involves visual motor coor-

Q
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dination which is particularly important ar the curlier age levels and has

implications for self-image which arce particularly importent in the study of

disadvantagelminority groups. Past

tzdies have shoun that the Goodencugh

(%]

Draw-a-Man Test is Sufficicﬁtly correlated with the Stanford-binet Test
to demonstrate its validity, but the correlations are not so high that
the two tests cammot be considered to measure differcat aspucts of in-
tellectual functioning. While the Draw-a-Man Test measures primarily

expressive intelligence the Peabody Picture Vocabulary Test measure

“

essentially receptive intelligence. Although this test is legs well

standardized than the Stanford-Binct or Goodenough Test it has the ad-

vantages of being very ecasily administered, it can be givcet by non-

professional personnel with a minimun of trainiag and it has been used
widely in evaluative studies of educational programs for disadvantaged

children.

Academic Achi.evement

Another diagnostic mcti.od of intellectual functioning was based oa
academic achievement in the classroom from the First through the Fourth
grade, Classroom marks were obtained annually for eath child from the
files of school records. It has often been pointed out that teacher
grades suffer from the fact that they are not standardized and that
they are greatly influenced by subjective impressions and other factors
irrelevant for an objective appraisal of the child's academic achievement.
Neverthcless, the present writer considered classroom grades important
and valuable information. First, a classroom grade constitutes tangible

eviderre to the child and his parents of his academic achievemcnt and




1),
therfore, functions both as a ecriterion as well as motivator for his
subsequetn’ efforts in school. Sccondly, the fact that children transfcrred
to as many as eighty diffcrcpt schools in which teachers had no knowledge

of the time the child enteved school made this information on classroom

performance an urbiased, conscrvative, and therfore potentially valuable

measure in our study.

Cognitive Style

) A third and final measure of intellectual functioning was based on
Kagan's test for Matching Familiar Figures designed to assess reflective

and impulsive cognitive styles. (Kagan, J., 1965) This test was aduinis-~

. tered during the fourth grade to eighty-five per cent of the original

sample of our children.

Mcasures of Socio-Protional Functicening

As in the case of intellectual functioning we attempted to

s . 3 . - .
FYPVE ZH e BE Mo N FMES T LINNRRs Y INVONS

{=e

in order to assess the impact of early educational interventio's in

this area. Some of these measures were based on the child's finctioning
in the test situation, some dealt with the child's reaction to other
people in the =ducational situation, others dealt with the child's at-

- titudes and cmotional reactions to acidemic pursuit and his own perccived
level of success and failurec in this arca. Some of the measures were ob-
tained during the first year after the child entered school, others from four
to six years later when the child had accumulated a gcod deal of experience
in the educational situation. In spite of the wide range of content, method,

and time of data collection our mecasures of the child's motivational and

o b ]
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cocio-cmoticnal functioning were all mecaingfully related to each other
because they all shared a common rcference point, namely the child's
reaction to the cducational process and to his perceived role in the class-
room as a pupil, a peer, axlc] an individual in hkis own rig'ht.

The child's reaction to his social and phvsical environment within
the classroom was asscssed through systematic ratings of the child's
dependency on adults, his aggression against others, his autonomous achieve—
ment motivation in his interaction with his physical environment, and his
conflict in turning to others for help, support, and affection. These

measures were obtained through repeated ratings of children by two inde-

pendent observers in the nursery, kindergarten, and first grade. Lach

measure involved rating on a seven point scale. The measures of dependency

on adults involved ratings on the frequency and intensity of the child's

requests for help, recognition, proximity, and contact with his teachers

or other adults in the classroom. A child's agzression was measured in
tesws uf the fioguusey with whilch e valiibiled Lhacals, deivgebive, plye-—
cal attack against pcople and destruction of materials in the classroom.
Autonombus achievement striving was measured in terms of the frequency

with which a child initiated activities, tried to overcome obstacles, tried
to complete activities by himself and derived satisfaction from work in
terms of manifest tension reduction following his achievement effort.

The measures of dependency conflict or mistrust consisted of four specific
scales: inhibition, indirectness, inconsistency within time as well as

over time in the expression of request for help, attention, and affection

from adults, chi"@ls of the construction and validation of these mecasures

have been reported clsewhere. (Beller, E. K., 1959, 1961, 1972)

13
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The child's attitude torard learning and tcward school as well as his

success in his academic effort and in relating to his peers were assessed

_through ratings by his teachers during the first and sccond grade. The
child's motivational and emotional recactions to individual testing carried

out by the rescarch tcam each year were assessed through a series of scven

point scales constructed by the present writer for this purpose. The scales
covered the following dimensions: cooperative to resistant, involved to
uninvolved, low to high persistence, rigid to flexible, and relaxed to
tense. These scales were applied by the examiner foliox-:ing cach individual
testing period from nursery through the third grade. Only data collected .
.du.ring testing from first to third grade were analyzed.

The additional measures in the socio-emotional rcalm dealt with the

maturity of the child's moral judgment and the child's self-concept. Both

of these measures were obtained at the end of the fourth grade on eighty-

five per cent of the original sample. The measures of moral judgment

> acs =l ) - I I B - - el - 2oV om0 B o & @ Soreem
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for moral realism. (Seltzer, A. and Beller, E. K. 1969). The measurc of
the child's self-concept was based on the Piers-llarris Test, (Piecrs, E. V.,

and Harris, D. B., 1964) a sclf administered eighty item questionaire.

Evaluation

The outcome of the overall analysis in which children entering school
at different times were compared on the three standardized intelligence
tests are presented in Table 2 and Figures 1-3. One major finding was
that our three groups did not differ from cach other on their intellectual

functioning when tuey entered school at four, five, and six years of age.
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For both the Stanford-Linet and the Draw-a-Man Tests on waich cowmparisons
were possible and tested by one way analysis of variance the differences
between the three groups were not only statistically insignificant but
also below three points and within the standard error of measurcment,

This finding has two important implications. I-'i'rst, it demonstrates that

our three groups of children were not biased with regard to their initial
level of intellectual performance when they entered school. This is parti-

cularly important since these groups were not assigned randomly at the out-

set of the study. Secondly, it can be scen that the absolute level of the child's
iff1lectual functioning when he starts school varies as a function of
which intelligence tests one uses. On the Draw-a-Han Test these children
.function initially only slightly below average for the standardization

) group, that is, batween average IQ scores of ninety-seven and ninety-eight.
On the Stanford-Binet the average 1Q scores of the children from the three
groups ranged from ninety to ninety-two, that is, at the lover end of the
normal range when compared to the standardization group. On the Peabody
Picture Vocabulary Test the initial level of intellectual functioning was
considerably more depressed than on the other two tests since it ranged
from the average IQ scores of eighty-one to eighty-two for the kindergarten

and first grade groups when they entered school. Thus, depending on the

type of test used for generalization one might say that the initial level

of intellectual functioning of disadvantaged children must be qualified

depending on the test used to determine such a level. In our particular
.--- case the two test;yielding the largest differences are the Draw-a-llan Test

which is based purely on performance and yields a high score compared to the

Peabody Picture Vocabulary Test which is a verbal comprehension test
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involving no expressive performance items and yielding the mest depressad
score. The Stanford-Binet Test which is based oa a comprehensive battery
of both verbal aad performance items yiclds an iatermediate level of

functioning which falls approximately between the two extreme levels yiclded

by the other two tests.

A second major finding which can be seen from the data presented in
Table 2 and Figures 1 and 3 deals with differences in the initial cxposure
of a child to formal education. It can be scen from inspection of Table 2
and Figurc- 1 that although there was no difference between a child's absolute
level of intellectual functioning when he entered school the initial exposure
-resulted in a much larger increase ia the level of his intellectual func-
tioning when the child entered school earlier rather than later. The in-
crease was over six points (92.1 to 98.6) from nursery to kindergarten,
dropping to an incrcase of over three points (92.2 to 94.4) for the children
entering kindergarten to their performance in the first grade, and turning

to a decrease in the children who entered school at first grade (from £9.9

to 88.6). These changes were found to differ significantly from one
another w-hcn tested by an analysis of variance for repeated measures.
(F = 10.98, df = 2/159, p<.01). The conclusion from these findings,
is that the boost in the level of intellectual functioning resulting from
a child's initizl exposure to formal education is greater the earlier
the child starts school.

When we consider next the prolonged impact of educaticnal inter-
vention from the time the child entered schoel until the end of the
fo;thh_ grade it becomes evident that this will vary markedly as a func-

tion of the test employed or the dimension of intellectual functioning
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measured. On the Stanford-Binet Test it is evident from inspection of
Table 2 and Figure 1 that after the initial boost the level of intel-
lectual functioning remains remarkably stable from year to vear. Similarly

the diffcrence between the three groups remains stable with the nursery

children maintaining their advantage and the first grade children

performing consistently lower than the children who entered school be-
fore first grade. The difference between the three groups from first
to fourth grade was statistically significant when tested by an analysis

of variance for repeated measures (F = 6.71, df = 2/429, p<¢.01). It should

be emphasized at this point that testing of all children was blind and

"the team of testers changed from year to year. The remarkable stability
of the test and its sensitivity to ecarly cducational intervention must
also be emphasized. Aithough all children started school with the same
depressed average intellectual level of functioning those children who
experienced the earlicst educational intervention reached an approxinmatel;
average level of intelligence on this widely used and well standardized
test of intellectual functioning.

An analysis of variance carried out on Peabody Picture Vocabulary
I1Q scores of children from the first to fourth grade yielded similar
results as thosec obtained from an analysis of Stanford-Binet IQ scores.
Again we find that after the initial rise from kindergarten to first
grade the children settled down to a fairly stable level of intellectual
functioning from first to fourth grade. Although the differences between
the three groups.were less marked than those on the Stanford-Binet the differ-

ences were in the same direction and statistically significant when tested

by an analysis of variance for repecated measures (F = 3.40,
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df = 2/414, p¢.05). It is important to point out at this point that
the Feabody Picture Vocabulary Test which was more economical in terms
of time for administration as well as in the amount of training nccessary
for an cxaminer to administer the test vieclded essentially similar
findings as those based on t;l:c Stanford-Binet and correlated between

.60 and .70 with Staznford-Binet IQ scores. However, as will be scen later

in this chapter, the Stanford-Binet test yielded much more stable findings,
was more sensitive to the impact of early educational intervention and was
apparently less affected by cultural factors than the Peabody Picture

Vocabulary Test.

When we turn to the findings obtained from the Goodenough Draw-a-iian

Test it can be scen from inspection of Table 2 and Figure 3 that the outcome
differed from the findings obtained on the first two tests. Wherecas the
three entrance groups differed by the first grade on the Stanford-Binet

and Pecabody Picture Vocabulary Test scores (in.thc order of better
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groups did not differ in the first grade on their Goodenough Draw-a-Man
1Q scores. In contrast to the stabilit;}' of performance over time on

the Stanford-Binet and Peabody Picture Vocabulary we find a stecady
overall decline in Goodenough IQ scores from first to fourth grade.
This overall decline was statistically significant vhen tested by

analysis of variance (F = 26.50m df = 2/426, p<.0l). Moreover, as

can be seen from Table 2 and Figure 3 the decline was proportional to
the timing of school entry. IQ declined more stecply from first to fourth
the later the child entered school. As can be seen from Table 3, the

correlation between grade and IQ became increasingiy more negative the
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later the child eatcred school. Thus, the corrclation of the decline
of IQ with increasing age was small and insignificant for the children
entering school at nursery, larger and significant (p<.05) for the
children entering school at kindergarten, and largest and'most sipgnificant
(p<.01) for the ~hildren vio entercd school at f&rst grade. Finally,

when the declines in the three groups were compared, the dif{erecuce

between declines in Group I and Group IIT were found to be statistically
significant (t = 1,93, df = 419, p<.05). Insofar as the drawing of a
person can be taken as a reflection of a child's perception of people
and of his self-image, these findings would suggest that a later start
in school and continued negative educational experiences in a child's
life will result in a decline of his performance on this particular

task. Such a conclusion secems to be supported by the fact that this

decline is differential and largest in the group of children who start
school latest and continually perform more poorly cn intellectual tasks
than Tiie oliier UWo groups.

It is clear from the forgoing that the employment of multiple
criteria is extremely valuable in the evaluation of immediate and pro-
longed effects of carly educational intervention, especially in dis-
advantaged children. The use of single criteria may easily lead to

erroneous or inadequate conclusions with regard to the absolute level

of intellectual functioning of disadvantaged children. The use of single

criteria may also lead to inconsistent findings with regard tp pro-
longed effect of early educational intervention over time. In the present

study we have seen that the Stanford-Binet was particularly sensitive
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to initial beneficial effects of educational intervention in the nursery
znd in the kindergarten. in sharp contrast the Goodenough Draw-a-lian
Test revealed an equally marked but considerably delayed effect of

early cducational intervention.

Fiﬂally, the findings presented so far for the Stanford-Biént and
Peabody Picture Vocabulary Tests are in general agreement with findings
reported by two other major intervention studies. {Gray, S., and Klaus, R.A.,
1970, and Weikart, D., 1971) . As discussed elsewhere (Beller, E. K.,
1972) all three studies show an initial positive effect due to early
educational intervention. The initial rise is more dramatic but less
sustained over time in the other two studies when compared to our own
findings. This difference is understandable in the light of a lover
initial level of intellectual functioning of children in the other two
studies, as well as differences in the salience of early intervention,

e.g., a summer program in Gray's study versus a full year preschool

1
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versus a large metropolitan environment as the setting for the present
study. However, considering the basic objectives of all three studies,

the similarities are more impressive than the differences.

Academic Achievement

Before we turn to findings in this area it should be reiterated
that children were distributed over as many as eighty different class-
rooms by the fourth grade.

The report of our analysis of academic achievement will be limited

to five major subjects: arithmetic, reading, spelling, science, and




social studies. Marks were available for arithmetic and reading fro=
the first to the fourth grade and for spelling, science, and social
studics‘f¥om the second to the fourth prade. Findings were analyzed
scparately for voys ;n& girls since consistent diffeiences cccurred
between Lhc two groups in coﬁparisons between children who entered
schobl earlier and later. The findings for the girls are presented in
Table 4. As can be secn from inspection of Table 4 the findings are
all in the predicted direction for each of the five subjects from grade
one through grade four. An analysis of variance for repeated measures
yielded significant differences between the three groups throughout
all grades (p<.05, or p£.01) for reading, spelling, science, and social
studies, while the diffarence approached significance (p<.20) for
arithmetic. It is also evident from inspection of the data that although
the differences between the three groups of girls decrcased by the fourtﬁ
_gréde the order remained consistently in the pre@icted direction, that
15, wit S W 2
school later.

The findings were much less consistent for boys than for girls.
As can be seen from inspection of Table 5 the major difference between
_ groups was the superiority in marks for children who had preschool as
compared to children who had no preschool. Among the praeschool boys
the Kindergarten group was consistently ahead. The magnitude as well
as order of difference varied from year to year much more than was the

case for girls. The three entrance groups of boys differed significantly

(pc05) on spelling and approached significance (p<.10) on reading and




social stgdics.

One might conclude from these findings that the effects of carly
educational intervention of disadvontaged girsl appears to have been
consistent and prolonged through .the fourth grade. The fihdiugs for boys,
although gcnerallyvin the predicted direction, are less marked and

less consistent.

Motivational and Socio-emntional Functioning of Children

In order to assess the impact of carly educational intervention
on motivaﬁion as well as on achievement, teachers in cach classroon
were asked to select two extreme groups of three children cach who
-manifested best or worst attitudes towards study and learning, most

- positive versiyfs most negative attitudes tﬁdards school, and who were
most or least popular among other children. After the teachers had

selected such groups who contained ofter children who had not been
part of our study we examined the groups to find whether children from
our study were included in the two extreme groups. These data were collected
only during the first two grades of elementary school and the outcome

of the analysis is presented in Table 6. It can be seen that ecarly
educational intervention effected not only academic achievement but

also the child's attitude towards learning and toward school. In both

areas the three groups differed significantly from cach other with the
children who entered school at nurécry age being most frequently

represented in groups characterized as having the best attitudes towards

learning and schoosl, and conversely least often represented in groups

character2ied as having the worst or most negative attitude towards




22

learning and school. Early cducational intervention did not affect a
child's popularity among other children at le as perceived by the teacher.
We shall sece later that this item did differentiate between groups on a
self~-concept test given in the fourth grade.

In order to get a broader assessment of the child's reaction to
the learning situation we also obtained measures of suéh reaction in
individual situations in which the research team carried out intelligence
testing. The children's reactions in these situations are presented
in Table 7. It can be scen that children with preschool experience,
that is Group I and II were consistently more cooperative, more involved,

more persistent in their effort, and more rclaxed in the test situation

than children wvho had ncither nursery nor kindergarten cxperience. These
differences were significant for cooperation, involvemeﬁt, and persis-

tance (F = 6.24, df = 2/114, p<.0l; F = 5.33, df = 2/114, p<.0l; F = 3.42,
df = 2/114, p<.05 in that order). The difference between cntrance

groups on reiaxed versus Lense, aithougi 1n the predicied diveciaon,

fell short of significance (F = 2.26, df = 2/114, p<.15). The

measure of rigidity and flexibility apparently varied in a very complex

way which does not lend itself to a simple generalization. In all,

our findings show that earlier or belated cducational intervention affected,
significantly, not only academic achievement but also children's attitudes

toward learning and school manifested in the classroom and their motiva-

tions to achieve and their emotional reactions to individual testing.
We shall now turn to our findings based on mezsures of dependency,
aggression, autonomous achicvement striving, and dependency conflict

which were obtained in the classroom situation for children in the




‘ nursery, in kindergarten and in the first grade. Although the bricf
discussion which follcws is not directly concerned with the issue of

the impact of carly interventicn {t is introduced at this point to pro-

'vide a better understanding of these motivational variables.
The interrelationships between motivational measures ave pyesented

in Table 8. Two sets of relationships presented iy this table are of

theoretical interest. Dependency and autonomous achicvement striving
were conceptualized and measured in such a way that they ds not repre-
sent opposite ends of a ki-polar continuum. This means that on these
measures a child can be both dependent and autonomous (or independent)
although the balance between these two motivational factors within a
child may have implications for conflict. As can be seen in Table 8

a modest negative felationship is fourd in the nursery children between
dependency and autonomy but this relationship disappears completely in
kindergarten and in first grade. Thus, in the present study it should

be kept in mind that dependency morivatinn and autonomoue achiovement

striving or independence are not opposite ends of one continuum. The
next relationship of theoretical concern is that between dependency
motivation and dependency conflict. The distinction between dependency
mof:ivation and dependency conflict is useful in terms of measurement
only if the two are uncorrelated. A high negative correlation between
these two measures would mean that one would not know vthether high de-
pendency motivation means low conflict or whether high dependency
conflict is actually equivalent to low dependeacy motivation. As can be

seen in Table 8 in the present study, the two measures are almost entirely

unrelated, especially in kindergarten and first grade. Turning to sub-
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stantive rclationships we find that two correlaticns are consistently
significant and persist on all age levels. Dependency motivation and
aggression ave positively correlated on all age levels although there is
a small decline in the first grade. It seems that the child who seeks
contact and attention from.cthcrs expresses his need both in positive
and negative (aggressive) ways. Morcover, excessive dependency demand
and wishes are likely to result in frequent frustration which in turn
may gencrate aggression. On the other hand, the aggressive chila vho
cannot control his impulses is likely to t2 more helpless and elicit help
from adults in his environment. It would scen: that the high aggressive
child is somewhat handicapped'in functioning independently or autonomously
as cvidenced by the consistently negative though low corrclations between
aggression and autonomous achievement striving. Finally, the aggressive
child who has difficulty controlling his impulses becomes more conflicted
and mistrustful in his relation to adults as evidenced by an increasing
nursery to first grade. This same finding may also reflect that . a con-
flicted relationships between child and adult fails to result in the curb-
ing of aggression. Morcover, dependency conflict has an incresingly devas-
tating effect on the child's ability to function autonomously. This is
evidenced by any increasing ncgative correlation between dependency con-
flict and autonomous achicvement striving from the nursery to the first
grade.

We shall now turn to a consideration for the patterning of motivated
behavior in the children of our three groups in the first grade. Before
we discuss this pattern it is important to anticipate the later finding,

namely that dependency motivation and aggression have very little predic-
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tive value for later intellcctual performance in these children while
éutonomous achicvement striving and dependency conflict had high predic-
tive powcf for the child's ongoing and later intellectual performance.
Returning to patterns of motivational variables, one way analysis of
variance were carried out to test differences between groups on cach of
the four motivational variables presented in Table 9, The three groups
differed significantly on autonomous achievement striving (F = 2.91, df =
2/93, p<.05), and on aggression (F = 4.59, df 2/93, p<.05).

Differences between the groups approached significance (F

2.91, df =

2/93, p<.10) for dependency motivation, and (F = 2.62, df = 2/93, p<10)
for dependency conflict. Looking at the columns in Table 9 it is clear
that the children who have been in school longest, that is Group I,

is elevated on all expressivé measures, namely dependency, aggression,

and autonomous achievement striving. Simultaneously, the same children

have the lowest score on dependency conflict or the lowest mistrust in
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school latest is depressed on all three motivational variables and is
higher than any other group on dependency conflict or mistrust in the
adult environment. Group II is high on autonomous achievement striving
"and takes an intermediate position between Groups I and III on trust in
the adult environment. It is not difficult to understand the heightened
autonomous achievement striving and greater trust in the adult environment
of children who have had one or two years of preschool experience prior

to entering first grade; However, the heightened dependency and aggres-
sion in the children who ha& both nursery and kindergarten experience

may mean more than simply increased expressiveness and therefore needs to
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bc~ examined more closely. The finding of increased dependencxa{lemnds may
mean that these children have develeped a closer emotional bond with

the teacher which represents a delayed development of what normilly occurs
earlier in most non-disad\:/antaged children in our socie‘ty. This emotional
tie provides the teacher with a greater opportunity to reach the child,

to socialize him, and to influence him than is possible with the child

who has not yet developed such an emotional tie. Thus, hecightened de-
pendency might be a positive sign that the child is now more amenable to
socialization and to educational influence from the teacher, rather than

a sign of fixation at an infantile level of functioning. The same in-
ference can be made with regafd to heightened aggression in children who
have had nursery experience. Most of these children experience considerable
frustration in their daily lives away frem the classroom. Therefore,
heightened aggression of these children in the classroom may simply

mean that they are less inhibited in giving vent to their reactions to

a very frusirailing 1ile vuloide Lhiv classivem. The pw.},tivc wcatiliig i
this finding for the role of the school in shaping the child's fut;Jre will
be more fully apprecited after having reported one of the writer's most
vivid impressions in preschools for deprived lower-class children.

After training teachers to rate children in the areas of dependency,

" autonomous achievement striving anc.:l aggression, the writer encountered
;cons iderable resistance from teachers who came from a similar background
as their pupils when asked to report incidents of aggression. Time and
again, the writer was confronted with the statement that these children
did not manifest any aggression. Apparently, some of these teachers

were reluctant to either perceive or to permit aggression in these

&7
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lower-class, highly deprived children from backgrounds which. generated
considerable frustration and therefore at least tﬁc potential for aggres-
sion. The difficuity these teachers had in either perceiving or accepting
aggression in their deprived pre-school pupiJ:s may have greatly weakened
their potential cffectiveness as socializers of aggression. By denying
or suppressing aggressive behavior in the nursery or kindergarten, the
teacher removes the aggression from the classroom, but she also disquali-
fies herself as an effective agent in modifying the child's ability to
cope with hostile and aggressive impulses away from the classroom.

On the basis of this experience, it may be said that the nursery
‘children who manifested more agg;,ression in the first grade were not
necessarily less socialized than their peers who separated this area of
behavior from the classroom and. thereby removed it from the teachers'
{nfluence. The stable and intimate relationships which the child with a
background of nurscry chgool was cble to experience and develop with his
teacher had encouraged him to display a much wider range of all
behaviors, even if they were undesirable, in the presence of this protec-
tive figure whom he had come to trSut. In this sense, the heightened
manifestations of emotional dependence on the teacher and of aggression
represents a delayed, positive development in deprived children, which
indicates that these children have become more amenable than their peers
to the educational process and to socialization by the school. Togetber:

with higher autonomous achievement striving and lower dependency con-

flict, that is, inhibition in the expression oZf dependency, these changes
represent greater self-confidence and increased trust in the human environ-

ment in those children who have had the benefit of nursery experience,




compared to children who were not exposed to the educational process

until they cntered first grade.

Interrelationshins Detween Socio-emotional and Intellectual Areas of

Functioning

In ordar tc estimcte the predictive pewer of the child's socio-
emotional functioning to his. intellectual performance we correlated
measures of dependency motivation, aggression,‘ autonomous achievement
striving and dependency conflict obtained in the first grade with per-
formance on three intelligence tests and in five academic subjects from
the first to the fourth grade.

As ir;dicated ecarlier dependency on teachers and aggression had very
weak predictive power for the child's ongoing as well as prolonged intel-
.lectual functioning. As can be seen on Table 10 and 11, dJdzpendency on
teachers was entirely uncorrelated with intellectual performance and
academic achievement in boys. Although dependency on teacher also failed
to yield any correlations in girls with their performance on the three
intelligence tests, this variahle had some predictive power for academic

achievement for girls (see Table 11). It is intecresting to note that this

effect on the girls' overall performance in the classroom was delayed to

the fourth grade and otherwise was limited to arithmetic. With regard to
the latter, it is possible that (in this group of childrer{) the girls who
aécepted a dependent role had less problems in succeeding in arithmetic
tasks. Two comments are indicated with .regard to the relationship between
depcndency in the first grade and delayed overall success in academic
achievement in the classroom in the fourth grade: first, early dependency

of girls on the teacher in the first grade may have facilitated accep-

tance and internalization of the expectations of the educational situation




which resulted eventually in greater and more successfﬁl efforts in
academic achievement; second, the finding of this delayed effect high-
lights the importance of longitudinal research in studies of the imi)act
of carly educational intervention.

The relationships between aggression and intellectual functioning
were also generally weak. (See Tables 12 and .3). However, there were

two exceptions. While aggression was unrelated to the performance of

girls on the Stanford-Binet Tests and the Peabody Picture Vocabulary
Test, it correlated consistently negatively with their performance on the
Draw-a—Maﬁ Test (See Table 12). This finding suggests that aggression
in these girls may well have haci a negative effect in their perception
-of people and of themselves. There is no relationship between aggression
and performance on the .three intelligence tests in boys. However, with
regard to academic achievemc;nt, aggression seems to have just as delayed
an effect in boys as dependency had in girls since aggression of boys

in the first grade is negatively correlated with academic achievement

in the fourth grade and not before that time. (See Table 13). Thus,

in boys, early aggression may interfere with inter;mélization and later
acceptance of the demands of the educational situation. Again,:this
findi_ng underlines the importance of longitudinal research in impact
studies.

When we turn to autonomous achievement striving in the first grade,
we find a strong consistent and pervasive relationship of this motiva-
tional variable with all measures of intellectual achievement from the
.first to the fourth grade in both girls and boys (see Rables 14 and 15).

The predictive power of autonomous achievement striving is particularly

consistent for boys to their performance on the three intelligence tests,




especially the Stnaford-Binet, and in all children to their academic success

in the classroom from the first to the iourth grade. However, we en-
countter once more a somewhat delayed effé-ct, and this time for girls to
- their performance on intelligence tests which emerges most strongly in
the third and fourth grade.

Dependency c¢onflict in the fi:st grade is also a powerful predicter
for the child's ongoing and continued intellectual performance from the
first to the fourth grade. (see Tables 16 and 17). However, dependency
conflict correlates négatively with intellevtual performance and academic
achievement. The correlations between dependency conflict or mistrust
and performance on the three intelligence tests from the first to the
.fourth grade are much stronger and more consistent in boys than for girls.
Generally, dependency conflict correlates more strongly with academic
achievement than with performance on intelligence tests. (See Tables 16
and 17). Although the negative correlation between dependency conflict
and academic achievement are somewhat stronger for boys than for girls,
they are s_ign.ificant and consistent over time with all academic subjects
for both sexes. These findings leave little doub;: that motivation and
soéio-embional factors in the relationship between the child and his
teachers have a profound and prolonged effect on the intellectual per-
.formance and academic achievement of disadvantaged children.

We shall now turn. to one of the most important fi;ldings in the present

study, namely,‘ the interacting effect of one of the motivational variables

with the impact of early educational intervention en the intellectual

. . functioning of the child. Children were divided above énd below median

on autonomous achievement striving in the first grade. Comparisons




were then carried out separately between the three eatrance groups among
the high and low autonomous children. The outcome of these comparisons
are presented in Figures 4 and 5. It is clear from these figures that
early cducational intervention has 2 quite different effect on the dis-
advantaged child depending on whether he is high or low on autonomous
achievement striving. éhilciren who were high on autonomous achicvement
striving in the first grade showed no differential effect in their per-
formance from first to fourth grade on either the Stanford-Binet or the
Peabody Picture Vocabulary Test. In other words, high autoncmous achieve-
ment children who did not start school until kindergarten or first grade
continued .to perform as well as those who had the nursery experience
both on the Stanford-Binet and on the Peabody Picture Vocabulary Test.

.A radically different picture emerged for children who were lcw on autonomous
achievement striving at the outset. The low autonomous child was greatly
handicapped in his intellectual functioning as a result of not having
had the nursery experience and most handicapped when he had neither
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ference between the three low autonomcus entrance;_ groups was statis-
tically significant when tested by analysis of variance both on the
Stanford-Binet (F = 5.06, df = 2/44, p<{.05) and on the Peabody Picture
Vocabulary Test (F = 3.35, df = 2/44, p<.05). Another finding which

can be seen in Figures 4 and 5 is that the children who had thé earliest
educational intervention, that is, children in the nursery group, were
least affected by their motivat:i:onal disadvantage since the difference

between high and low autonomous children in their performance on the

Stanford-Binet and Peabody Picture Vocabulary was both statistically




insignificant and smaller than between any other pair of high and low
autonomous entrance groups. In other words, early educational intervention
protecteé these children from the detrimental effects of a motivational
handicap which is clearly visible in their peers who did not have the
nursery experience.* It is important to note that this interacting
effect of motivavion and timing of educaticnal intervention was not found
for academic ;chigvement in the classroom. In other words, academic
achievement in the classroom of both high and low autonomous children
was equally affected by the timing of early educational intervention.
Since intelligence tests probably constitute a more enduring measure of
intellecctual ability than da%ly ﬁcrformance in the classroom this inter-
acting effect of a child's  motivation and early educational intervention
on later intellectual functioning deserves serious consideration.

The impact of early education intervention on several additional
areas of socio-emotional %unctioning was investigated at the end of the

fourth grade. One of the areas assessed was impulse control. Kagan's

test for Matching Familiar Figures was used to classify children as

reflective or impulsive. As can be seen from ®able 18 this test
discriminated between entrance groups of boys. Boys with nursery or
kindergarten experience had significantly more reflectives than boys who

entered school at the first grade. Conversely, boys who entered at the

-

* Parenthetically, this effect is not accounted for by the relationship
between autonomous achivement and intelligence since a similar breakdown
between high and low IQ children yielded significant differences between
entrance group both in the high and low IQ children.




first grade had significantly more impulsives than boys with preschool
experience. The test did not discriminate between entrance groups of
girls. Thus, one may conclude that pre-school intervention facilitates
_reféictive attitude towards prdblem solving in disadvantaged boys and
that the effect persists to the end of thé fourth grade.

A second area of social functloning assessed in the fourth grade

was the maturity of the child's moral judgment. The test employed to

assess this area.consisted of eighteen stories which had been originally
constructed by Piaget and later modified to measure moral realism in
children (Seltzer, A., and Beller, E. K., 1969). An analysis of these
data by means of Wilcoxon's matched-pairs signed rank test revealed that
boys with preschool expefience mani fested significantly greater maturity
of moral judgment than boys who entered school at first grade (p~.05).

The test did not discriminate significantly between entrance groups of

_glrls. Thus, early educational intervention results in eventual greater
maturity of moral j
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The third area of socio-emotional functioning dealt.with sélf—
concept and was assessed by means of the Piers-Harris Test. The following
procedure was used to analyze the responses of children to the eighty

. different items in the test. Items were selected for comparison between
entrance groups on the basis of yielding a difference of 10% or more
between any two of the three ehtrance groﬁpsbf boys and any two of the
three entrance groups of girls. Items which did not'meet this criterion
were not used for comparisons between the entrance-groups. Compa%isdns

were carried out separately for girls and for boys. The findings for girls
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are presented in Table 19A, B, and C. Inspection of the itéms in Table
19A on whiéh the girls who had most preschool exnerience responded to
.most frequently yielded a clear, unambiguous profile of a positive self-
concept. This is particulafly true for the firsc nineceeh items. The
last four items on which thése chi:ldren scored high indicate some ap-

prehensiveness particularly in relation to academic achievement and per-

formance. These.four items however cannot be said to reflect a negative
self-concept. When one moves on to examine the items on which the girls
who entered school at kindergarten age responded most frequently a quite
different profile eﬁerges. As can be seen in Table 19B there is a sharp
contrast and contradiction between the first fourteen items and the last
five items. One gets thcbimpression from this profile th;t these girls
have a very insecure basis for their positive self-concept. When we:
turn to Table 19C which lists the items on which girls who entered school
latest responded most frequently a strikingly different profile emerges

Lu™
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to have an overwhelmingly negative self-concept. Thus, the timing of
educational intervention seems to have as marked an effecé on the self-
concept of the disadvantaged girls as on any other area of their func-
tioning. These pervasive differences appear to reflect the effect of
cumulative positive academic experiences in the girls with early educa-
tional intervention while the girls who had a belated start without the
benefit of preschool experience appeared to have had cumulative negative
academic experiences (See Table 4). One need also keep in mind that until
most recently success in the educational field has been a realistic

prospect only for the lower class black girl while her male counterpart
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.. had very little if any reason to look for success in the area of learning
or academic professions. If this reasoning is accurate, as the present
writer beiieves it to bpe, the very different effect of early educational
intervention of the bo&s in‘the present study becomes more menaingful

and more easily understandzble.

When we turn to Table ZOA we find that boys who benefited from early
educational intervention of both nursery and kindergarten presented
more differentiated and realistic self-concept rather tha n the generalized
positive self-concept we found in the nursery girls (see Tabie 194).
The first five items reflect a positive self-concept, an acceptance of

self, a preference for one's own group and its values such as music,

and for an active participation in the group. The second five items
(6-10) are negative but they occur much less frequently than the first

five items. In fact one gets the impression that some of the items

B

n this second ciuster are respomded to more realistically by These
boys than for example by the boys who had no preschool experiences

and who almost completely deny some of these items as applying to

themselves. One might say the opposite applies to the third cluster

of five items, i.e., 11-15. These items represent superficial

stero-typed positive characteristics which are responded to with much
.fgreater reservation by the nursery boys than others who did not have the

benefit of this early educational intervention. The same may be said

with regard to the last five items of Table 20A. These items were also

responded to with more hesitation by the nursery boys than by the other

_two groups who appeared to be quite unrealistic in their almost uncritical




acceptance and claim to self-application of these items. Thus
vhet crerges for the nursery hoys is a differentizted -eserved and
more realistic sclf-concept than in the boys of the other two entrance

groups.

When we turn to Table 20B we find that the boys who entered school
at kindergarten like their female counterpart present a sharply coﬁtra—
dictory self-image. The first eleven items are not only very positive
but show uncritical acceptance of stereo-typed characteristics such as
having niée hair, a pleasant fage, and being good looking. lHowever,
when we inspect responses to the last six items we find that a strong
dislike of school, a contradiction of the earlier "my friends like my
ideas" by the later statement "my classmates don't think I have good
ideas" and altogether a strong feeling of rejection which puts into

question the acceptance of earlier statements by the same boys indicating

acceptance by peers and family. It almost seems that these boys have
had enough of a head start to aspire to success but lack the emotional
basis for supporting such aspirationms. |
inally, Table 20C which deals with statements responded to most
oftenly by boys who did not have the benefit of any preschool experience
E réveals a more passive self-concept in which denial and defensiveness
play a mojor role. For example the first ten items give the impression

of an attitude "everything will be alright, don't worry". This is
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particularly true of items such as "I am a good person, I don't think
bad thoughts, I sleep well at night, I do not want my own way, and
I'm not different from other people." These are not positive assertive

self characteristics. This impression is further supported by the

_acceptance of such negative items as "{ am unlucky, I worry a lot, I
am not strong, in games and sports I watch instead of play." This

profile is certainly not as devastatingly negative as the profile of

the girl éounterpart who also did not have the benefit of any preschool
‘education. Thus, one might conélude while early educational inter-
vention has a simpler, more permeating effect on the self-concept of
the lower class disadvantaged girl the benefit of preschool education

is more complex but no less marked in its effect on disadvantaged

lower class boys.
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Summary and Conclusions

The prcsent study investigated immediate and prolonged effects
‘of early educational intervéntion on a broad spectrum of socioemotional
and intellectual functioning in disadvahtaged children. The study
focused particulérly on the interplay of socioemotional and intellectual
factors in the educational process in order to throw light on such
questions as: who benefits from early educational intervention
and why do some children benefit more than others?

We e*amined children who entered school at four, five and six years
.of_age. We did not attempt to find out why some children entered
school ea;lier and others later. We did however take pains to match
the different groups on relevant variables such as age, sex, social
class and ethnic identity. We also accomplished almost total equality
betueen the three entrance groups on the level of their intellectual
competence as measured by different tests when they entered the
educational programs. Thus, we do feel that our entrance.groups Were
well matched on relevant and impertant variables at the onset of
‘educational intervention. More importantly, because of our concern
for the question of who benefits from early educational intervention,
we concentrated as much on comparisons between children within entrance
_groups as on comparisons between entrance groups. We found a good

deal of evidence for both immediate, delayed and prolonged effects

- of early éducational intervention. We also found a series of factors
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such as a child's sex, motivational leGel and trust in the teacher,
which affecfed both the impact of the timing of educational inter-
veﬁtion or when a child started school, and how much he benefited
regardless of whether he stérts at four, five or six years of age.
Notwithstanding the importance of our first set of findings, namely,
that the éiﬁing ;f educational intervention in early childhood had immediate
and prolonged effects on a wide range of the child's socio-
emotional and intellectual functioning, our second set of findings,
namely, the interplay of motivational, socio-emotional and intellectual
processes helped us understand éhe former and'provided specific and
useful information for future educational planning.

The timing of intervention had a dircct effect on the patterning
of those motivational and socio-emotional variable which proved to

be essential in the socialization of orientations toward intellectual

namely, level of autonomous achievement striving, while itself affected
by early educational intervention acted also as an important indicator

of which children suffered most and which least from the lack of

ﬁreschool experience. Finally the chiid's sex was an important monitor

of the impact of early educational intervention. Timing of early
intervention had a more marked, consistent and uniform effect on girls
in their academic achievement and self concept. For girls, dependency

on teachers had 2 positive effect on the socialization of academic




achievement‘ while aggression had the opposite effect in this regard
on boys. Preschool experience had a direct and consistent efiect
only on boys in reflective-impulsive reactions to intellectual tasks
and maturity of moral judgments. Early mistrust of teachers affected
boys more consistently than girls in their readiness to benefit

from educational experiences.

These findings suggest strongly that it might be more fruitful

to channel future research to find answers to the question: which
.children benefit more than others from early educational intervention
than to such questions as: Is preschool education necessary? or

Does preschool education heip disadvantaged children?
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" TABLE 1

AVERAGE AGES (IN MONTHS) (CA), STANDARD DEVIATIONS (SD) OF BOYS AND
GIRLS ENTERING SCHOOL AT NURSERY,
KINDERGARTEN, AND FIRST GRADE

. CHILDREN ) TIME OF ENTRANCE
Nursery - Kindergarten : First Grade

N CA SD N CA SD N CA  SD

Boys 32  56.2 4.1 29 70.9 2.0 27 82.8 3.9
Girls 26 56.1 3.1 24 70.9 3.0 30 8.2 5.6
“Total 58 56.2 3.7 53 70.4 2.5 57 83.6 4.9

.. ) 3
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TABLE 3

DECLINE IN DAM IQ OVER GRADES 1 THROUGH 4 IN THREE GROUPS OF
CHILDREN (GROUP I = ENTERING NURSERY, GROUP II = ENTER-
ING KINDERGARTEN, GROUP III = ENTERING FIRST GRADE).

ENTERING N8 £ p

GROUP
I ) o203 -2 NS '
11 195 -.17 <.05
111 2i8  =.30 = 0%

a. N is the number of IQ scores in a group, pooled
" across first through fourth grade testing.

b. r is the correlation between grade level, (first
through fourth) and IQ. ’




TABLE 4

AVERAGE MARKS FOR THREE GROUPS OF GIRLS (GROUP I = ENTERING NURSERY, GROUP II= ENTER-
ING KINDERGARTEN, GROUP III = ENTERING FIRST GRADE ) IN ARITHMETIC, READING,
SPELLING, SCIENCE, AND SOCIAL STUDIES FROM FIRST TO FOURTH GRADE

: GRADES
TIME OF ENTRANCE N 1st 2nd 3rd 4th  AVERAGE
GROUPS
1 . (19)  54.96 §3.62  55.13  50.87 53.64
11 17 53.12 51.20  51.29 50.45 51.52
111 (18)  .47.72 46.99  48.21 47.93 47.93
\ READING
1 (19) 55.66 §5.13  54.82  51.78 54.35
11 (7 =349 =107 52,14 40.57 51.55
111 18) 48.98  44.75  4h.23  47.44 46. 35
SPELLING )
1 ' (17) 4.12 3.94 4.00 4.02
11 : (16) 3.56 3.88 3.88 3,77
111 a”n 2,82 2.94 3.00 2.92
. SCIENCE
I (17) ' 3.65 3.53 3.41 3.53
s S (16) 3.31 3.19 2.94 3.14
111 (19) _ 2.65 3.24 2.94 2.94
_ SOCIAL STUDIES
1 ' (19) . 3.76 3.35 3.59 3.57
11 (16) 3.38 . 3.31 3,25 .31

3
111 o an 2.88 3.12 3.00 3.00
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TABLE 5

AVERAGE MARKS FOR THREE GRuUPS OF Boys (GROUP I = ENTERING NURSERY, GROUP II = ENTER~-
ING KINDERGARTEN, GROUP III = ENTERING FIRST GRADE) IN ARITHMETIC, READING,
SPELLING, SCIENCE, AND SOCIAL STUDIES FROM FIRST TO {OURTH GRADE

GRADES :
TIME OF ENTRANCE N 1st 2nd 3rd 4th AVERAGE
GROUPS

ARITHMETIC

1 (21)  54.28  52.67  S1.34  48.64 51.83

11 (17) 56.49 55.20 54.43 48,87 53.75

11T (14) 46.90  51.86 48.77 48.64 49.04
READING

1 (21) 49.88 52.78 51.27 47.43 50.34

11 (17) 54.16 55.22 54.79 51.90 54.02

581 (1) 45.04 48,87 | 50.43  48.49 47.91
SPELLING

1 (21) 3.57 3.48  3.05 3.36

11 (19) 4.00 3.78 3.58 3.79

111 (13) 2.92 2.52 2.69 2.71
SCIENCE

I (21) '3.43 3.24 3.14 3.27

IT (19) 3.74 3.58 3.63 3.65

111 . (13) 3.08 3.23 3408 3.13

. SOCIAL STUNIES

O (21 3.52 3.24 3.33 3.36

11 , (19) 3.79 3.58 3.47 3.61

y III - (13) 3.15 3.00 2.77 2.97
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TABLE 6

RATINGS OF PUPIL ATTITUDES IN FIRST AND SECOND GRADE FOR THREE
GROUPS OF CHILDREN (GROUP 1 = ENTERING NURSERY, GROUP II =
ENTERING KINDERGARTEN, GROUP III = ENTERING FIRST GRADE)

ATTITUDES

Best vs. worst
attitude toward
study and
learning

most positive vs.
most negative
attitude toward
school

most vs. least
popular among
other children

best vs. worst
attitude toward
study and
learning

‘most positive vs.
‘most negative

attitude toward-
school

most vs least
popular among
other children

GROUP FREQUENCIES CiL DF P

: (BEST) (WORST) SQUARE
IN FIRST GRADE
I 9 2
I 4 5 9.07 2 .05
III 1 7
I 6 2
I 6 2 6.01 2 .05
III 3 8
I 5 8 |
I 5 2 2.70 2 N.S.
III 3 6
IX SECGMD GRAD
I 17 4 -
I 12 5 8.88 2 .05
II1 8 13 : :
I 15 9
II 13 4 6.20 2 .05
I 6 11
I 12 9
I 5 5 1.12 2 N.S.
IIX 5 8




RATINGS OF REACTIONS TO BEING TESTED ON INTELLIGENCE TESTS IN THREE GROUPS OF
CHILDREN (GROUP I = ENTERING NURSERY, GROUP II = ENTERING KINDERGARTEN,
ENTERING FIRST GRADE) FROM FIRST THROUGH THIRD GRADE

GROUP III

ENTRANCE GROUPS

11
II1

11
111

11
111

II
111

11
II1

TABLE 7

i
GRADES i
2nd AVERAGE

N st 3xd

-~ (7) COOPERATIVE TO RESISTANT (1)

29 5.5 5.6 5.2 5.4
42 5.5 5.5 5.5 5.5
49 5.1 b.b b.b4 4.6

-(7) INVOLVED TO UNINVOLVED (1)

29 4,7 4.6 4.6 4.7
42 5.1 4.5 4,5 4.7
49 4.2 3.8 3.9 3.9
(7) PERSISTANT TO NONPERSISTANT (1)
29 3.8 4.2 3.9 4.0
42 4.2 4,0 4.4 4.1
49 3.4 3.3 3.5 3.4
(7) RIGID TO FLEXIBLE (1)
29 4.2 4.0 4.3 4.2
42 4.2 3.6 3.7 3.8
49 4.2 4.3 4.8 4.1
(7) RELAXED TO TENSE (1)
29 4.1 4.7 4.0 4.3
42 4,2 4.5 4.2 4.3
3.7 3.9 3.8 3.8
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Motivational

Measures

.
-

Dependency
AAS t
Aggression

Dependency-
Conflict

.

TADLE 9 -

AVERAGE MOTIVATIONAL MEASURES FOR ,
THREE GROUPS OF FIRST GRADE CHILDREN

(Group I=entered Nursery, Group II=entered
Kindergarten, Group III=entered First Grade

Group I Group II Group III
(N=31)- (N=28) (N=37)
4.30 3.56 3.72
4.35. 4.29 - 3.41
4.54 ) 3.56 3.A4

3.55 3.95 4.25

+ =Autonomous Achievement Striving(AAS)
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- TABLE 12

PREDICTIVE CORRELATIONS MEASURES OF AGGRESSION OBTAINED IN FIRST
GRADE WITH THREE SCORES ON THREE TESTS OF INIELLECTUAL
FUNCTIONING FROM 1ST TO 4TH GRADE FOR BOYS AND GIRLS

% 1st 2nd . 3rd 4th

Binet .08 .15 .03 .06

. DAM{ 02 -.18 .06 .17

‘ PPVT# _ 21 .04 .10 .12
\ GIRLS

Binet -~.04 .03 ~-.06 -.07

|
{
|
i
i
;
|

DAM# “e 32* “e 44** e 39* e 32*
PPVI# -.16 -.16 -.04 -.13
+ For boys, N = 46 to 53
~ For girls, N = 38 to 43

" # DAM = Draw-a-Man Test
PPVT = Peabody Picture Vocabulary Test

* pZ.05

%% p< 01




TABLE 13

PREDICTIVE CORRELATIONS OF MEASURES OF AGGRESSION OBTAINED IN FIRST
GRADE WITH ACADEMIC ACHIEVEMENT BASED ON MARéS IN FIVE §_UBJECT‘
AREAS FROM 1ST TO 4TH GRADES FOR BOYS AND GIRLS

5 SUBJECTS GRADES

1st 2nd 3rd 4th_
_ y BOYS
' Arithmetic 18 -.06  -.16 .46
: Reading -.08 2 .02 .27
% Spelling -.02 -.04 -.18
E Science ‘ .02 .08 -.35%
E Social Studies | 04 ;.05 -.32
GIRLS
: Arithmetic -.07 11 -.04 ~.05
Reading -.12 01 =14 -.09
% Spelling | -.20 -.15 -.02
Science -.24 -.12 -.10
Social Studies | -.17 | -.21 , =06 I

4+ For Boys, N = 34 to 50
For girls, N = 28 to 38

i : * p%.05
§ %% p< .01




TABLE 14

PREDICTIVE CORRELATIONS MEASURES OF AUTONOMOUS ACHIEVEMENT STRIVING OBTAINED
IN FIRST GRADE WITH THREE SCORES ON THREE TEST§ OF INTELLECTUAL
FUNCTIONING FROM lst ©0 4th GRADE FOR BOYS AND GIRLS .

TESTS GRADES
2nd

BOYS
Binet .65%*
DAM# .52%k

PPVT# Al

GIRLS

Binet . 39%

&~

DAMi .31

PPVTH# .17 .24

"For boys, N = 46 to 53
For girls, N = 38 to 43

DAM = Draw-A-Man Test
PPVT = Peabody Picture Vocabulary Test

* ps.05

*% p=.01

Get W B S e eetasnn . e




TABLE 15

PREDICTIVE CORRELATIONS OF MEASURES OF AUTONOMOUS ACHIEVEMENT STRIVING
OBTAINED IN FIRST GRADE WITH ACADEMIC ACHIEVEMENT BA§_ED ON MARK§ IN
FIVE SUBJECT AREAS FROM 1ST TO 4TH GRADES FOR BOYS AND GIRLS

SUBJECTS GRADES
: st md  3xd 4th
- Bovs
’ Arithmetic 66%*% o 713%% « 78%% _ STk%
i Reading .59** «70%% $75%% oS Th%
!: Spelling J66%* +61%% +64%%
: Science o J68%* «33% o« 70%%
. Social Studies +68%* S1k% oS 1Kk
GIRS
Arithmetic JT6% %